Abstract: In societal bilingualism, the functionally restricted language evidences, among other phenomena, the simplification of some grammatical domains. In this context, a recurring question is whether this stage of grammatical simplification is due to incomplete acquisition in the early years of a bilingual's life, or a result of processes of attrition or loss. This paper point out similarities between the developing bilingual siblings and adult heritage speakers in the preceding discussion.
Introduction
Studies of the Spanish of Hispanics in the USA have categorized speakers by country of origin and by immigrant generation. Accordingly, statements about Spanish maintenance or shift to English, and about the linguistic features that characterize US Spanish are made for Mexicans, Cubans, Dominicans, etc., and within these groups, for first, second, third, and even fourth immigrant generations.
I have examined the changes that Spanish in the US undergoes across three generations in Silva-Corvalán 1994. Generation 1 includes foreign-born immigrants who have come to the US after age 8, that is, they have achieved some level of literacy in Spanish in their home country; their offspring (born in the US or having come to the US before age 11) are included in generation 2, and those with at least one parent qualifying as a member of generation 2 encompass generation 3 (see Villa and Rivera-Mills 2009 for an interesting, novel definition of "generation").
There are no clear-cut linguistic differences between these groups, but rather global trends that characterize each generation in general. One of these trends is the gradual preference for using English with family and friends across the three generations. Bilingualism may be common among second-generation children, but English monolingualism tends to be the predominant pattern by the third generation. Alba (2005) notes that even though the level of English monolingualism is lower among Hispanics than among other immigrant groups (e.g., Philippines, Koreans, Japanese), a clear majority speaks only English: "Sixtyeight percent of third-generation Cubans and 71 percent of third-generation
Mexicans."
There are exceptions to the average scenario of generational shift to English. One may come across generation 2 speakers who acquired Spanish and English from birth and speak both with a comparable level of proficiency, or who acquired Spanish and later lost it altogether, or stopped using it for years and are in the necessity for communication in Spanish when they do not speak English, or even if they are proficient in this language they usually encourage their grandchildren to learn Spanish. This paper examines a situation of this type, and confirms that third-generation children are not destined to be monolingual. It focuses mainly on the language development of two brothers whose Spanish input was provided almost exclusively by their father and paternal grandmother. 1 Two major patterns in bilingual language acquisition have been identified in studies of bilingualism: simultaneous and sequential bilingualism. In simultaneous bilingualism, the child acquires two languages at the same time from birth or, as some researchers propose, before 3 years of age. This is referred to as Bilingual First Language Acquisition (BFLA, or "2L1") . This article focuses on the grammatical aspects of BFLA.
A number of contextual factors play a crucial role in the development of bilingualism. Among them, the age at which the child is exposed to the two languages, the number of speakers of each language and their social status, the presence of other languages in the child's environment, the frequency with which the languages are spoken at home and in the community, family and community attitudes toward each of the languages and toward bilingualism.
Third-generation children may grow up in a bilingual family environment located in a community that makes regular use of both English and Spanish, or only one, or neither language. The family may be one where (a) both parents are bilingual and address the child in both languages at home and in public, or one language at home and the other in public; or (b) only one parent is bilingual and the child receives input in two languages, one from each parent (the "one parent-one language" approach). There are in fact many different configurations of the bilingual environment which give rise to different acquisitional paths and types of bilingualism (De Houwer 2009).
Social factors such as the prestige of the languages and political attitudes, which determine government and educational policies, also have an important impact on the extension and degree of bilingual development at the individual and societal level. Political changes in Spain, for example, have resulted in an increased number of bilingual children who can maintain the minoritized language until adulthood (Siguán 2008) .
Differences in contextual factors result in the possibility to develop higher or lower levels of bilingual proficiency. This raises the question of how much exposure children need in order to gain a productive command of a construction.
Some have argued that a critical mass of input data has to be accumulated for a child to generalize beyond stored or memorized instances; this has also been suggested for bilinguals (e.g., several contributions in Oller & Eilers 2002; SilvaCorvalán 2014 
From words to sentences to continuous discourse
Third-generation children do not differ from monolingual children with respect to stages of language development: they move on from babbling, to single words, to word combinations, to sentences, and to fluent conversations. Although there is interindividual variation, it is generally the case that by the end of the first year the children will understand words and simple sentences in their two languages.
It has been observed that bilingual children start producing language later than monolinguals, yet this is not necessarily the case; it depends in great measure on the amount of input the child receives from his caretakers. Nico, for example, produced his first words toward the end of his first year of life: papa (for papá 'dad'), mama (for mamá 'mom'), abú (for la luz 'the light'), aga (for agua 'water') in Spanish; ap h 'apple', hot in English. Around the age of eighteen months monolingual children may have about 50
words. These children obviously receive language input in just one language and produce words in only one language. BFLA children share their waking time between two (or more) languages and, expectedly, also share their productive vocabulary between these languages. But similarly to monolinguals, the bilinguals may have fifty or more words in their two languages combined, and may soon start producing word combinations. Just as in the case of monolinguals, however, production of words and the rate of growth of vocabulary development may vary greatly from child to child.
BFLA children produce many mixed two-word utterances before age 2;0, and later on many sentences that incorporate words from both languages, i.e., codeswitching. Two-language combinations produced by Nico and Brennan are "pushing niño," "más ice" and "close puerta". Early on, this type of mixing was considered to be evidence of confusion or a mixed lexical and morphosyntactic development (Volterra & Taeschner, 1978) , but more recent studies have shown that mixing results from vocabulary gaps and the acceptance of mixing in the child environment rather than from a unified language system (Lanza, 1997; Montanari 2010) . Example (2) illustrates a typical bilingual interaction. Indeed, in this bilingual mode both languages are activated, and the child needs to be cognitively alert in order to switch languages to accommodate to topic and/or addressee. It is no surprise that language mixing could occur in these conditions.
(2) N = Nico (2;7.27); M = mother; F = father; C = grandmother. 'Did you go with your dad to have your hair cut ?' N: El papi primero, y y y la mami dijo "No puedes ir allá con con el papi". [he responds to grandma] 'First dad, and and and mami said "You cannot go there with with dad".'
Some of the phenomena I have studied differentiate the two siblings, but in general, there are more similarities than differences between them (SilvaCorvalán 2014). However, as observed in family after family, the older child normally receives a larger amount of direct input and achieves a higher level of bilingual proficiency than the younger siblings. This is indeed the case for Nico and Brennan, as we will see it reflected in my brief discussion of their verbal system.
By age 2;0 BFLA children typically start producing complex constructions.
Combinations of two or three clauses are normally produced in the fourth year of life or even earlier, as in (3) and (4). In their fifth or sixth year of life (i.e., after their fourth or fifth birthdays), the children move on to re-telling stories that have been read to them, or to narrating anecdotes about themselves or others. How soon and how often they perform these communicative activities depends to a large extent on the quality and quantity of input they receive in each language. There seems to be a close correlation between amount of input and caretakers' attention to the child's bilingual learning experience and success in achieving proficiency in two no, solamente era un groundhog. 'And the boy said, "Frog, frog, are you here?" But no, it was only a groundhog'. Likewise, in a study of a Spanish-English bilingual child whose bilingual development is encouraged by the parents, Alvarez (2003) shows no developmental lag in either of the two languages in data obtained from story telling from ages 6;11 to 10;11.
When a bilingual attains unequal levels of proficiency, the dominant language may show no negative effects, but reduced language resources in the language that has received less input and fewer possibilities of use by the child appear to have a negative effect on narration. Two narrative components that are considered to reflect level of cognitive maturity: the structure and the evaluation of a story, are well developed in the dominant language, but less developed in the weaker one (Silva-Corvalán 2014). Obviously, this outcome has implications for education inasmuch as testing bilingual children in their weaker language in school may run the risk of viewing them as cognitively deficient, a risk that would be avoided if both languages were taken into account in any evaluation of cognitive and linguistic levels of development.
The prevalence of code-switching in the bilingual's language depends on both its occurrence in the adult input, and adult attitudes to it (Lanza 2004) . When adults code-switch themselves or accept the child's language mixing by showing that mixed utterances are understood and that the use of another language is permissible, then children will feel freer to code-switch and thus develop a colloquial communicative style that incorporates switching. Otherwise, children may refrain from saying something or find roundabout ways of expression, as
Brennan does when he refers to the cannon of a tank as "la trompa del camión verde" 'the trunk of the green truck', thus illustrating as well a metalinguistic ability: the creation of metaphors. This is only one example of the metalinguistic skills that bilingual children develop at a very early age. Bilingualism seems to be a good foundation for the development of more sophisticated forms of language awareness once schooling begins. What I consider important to highlight about the equating of bound collocations, be they idioms or complex verbal structures, is that the reproduction with lexical units from Spanish does not violate the rules for the surface arrangement of these units in this language. Nonetheless, this type of transfer alters collocational features and consequently the semantic interpretation of the innovative complex structure in Spanish. If bilingual lexical access is characterized by non-selectivity, it is no surprise that cross-language effects are evident in the lexical component.
Morphosyntactic development
Nico and Brennan attained monolingual-like knowledge of numerous syntactic structures in Spanish. Nico's knowledge of the conditions on subject realization and placement, of the copulas ser and estar, and of some of the more complex tenses showed more stability than Brennan's. But in these specific grammatical aspects both children's grammars differ from those underlying their Spanish input. Compared to this adult model, therefore, the siblings evidence incomplete acquisition of some aspects of Spanish. This should not be remarkable, however, since incomplete acquisition is also typical of monolinguals' developing grammars by kindergarten age. But what is notable about the bilingual children is that around the ages of 3;6 to 4;0, when exposure to English increases considerably to the detriment of Spanish, they begin to diverge from the typical monolingual development.
Similarities between the siblings and bilingual adults are identified as well in the domain of copula use. In previous work I showed that adult English-Spanish bilinguals in Los Angeles overuse estar in predicate adjectives, and so do the children, as example (10) (Alarcón 2011) , it presents problems to even advanced learners of Spanish as a second language (Montrul, Foote, & Perpiñán 2008) .
Ser and estar
The difficulties that English-Spanish bilingual children face in the process of acquiring the two Spanish copulas (ser and estar, both translated as to be) are illustrated by example (11) from Nico's data. 4 The symbol ~ is used to indicate that the construction is not acceptable in the children's adult input grammar. In this short exchange, the adult alternates between the two copulas with the same adjective, grande 'big, grown up' and the child gives us a glimpse of further troubles with expressions of age.
In previous publications (e.g., Silva-Corvalán 1986) I have shown that estar, a historically aggressive copula in Spanish, continues to extend to contexts of ser in the speech of generations 2 and 3 in Los Angeles, beyond its attested extension in Mexico (Gutiérrez 1994) . I have also shown that these speakers use the imperfect tense instead of the preterite of ser and estar and other stative verbs (e.g., tener 'have', saber 'know'). These features are also characteristic of the speech of Nico and Brennan, as examples (12) and (13) By the age of 5;11, the siblings have not stabilized their knowledge of the semantic and pragmatic factors that underlie the selection of copula in Spanish, nor of idiomatic constructions involving the use of age expressions. Adult bilinguals evidence these uses in their speech, thus suggesting the target constructions were never completely acquired by third-generation children.
Grammatical subjects
One of the more studied grammatical aspects for the examination of hypotheses about the interaction of syntax and discourse in monolingual Spanish, in L1 and L2 acquisition, and in BFLA has been the expression and placement in the Table 1 . Subject pronoun realization in Spanish at ages 2;0-2;11, 3;0-3;11 and 4;0-5;11. 5 As shown in Table 1 , the younger child, Brennan, uses a much higher proportion of overt subjects than his brother from early on. He also gives evidence of inappropriate discourse-pragmatic uses. By contrast, the older child's quantitative results are comparable to those of Spanish monolinguals, but beyond age 4;0 even this child increases the percentage of use of pronouns and also gives some evidence of inappropriate discourse-pragmatic uses. 5 There are fewer tokens for Brennan at 4;0-5;11. He did not want to speak Spanish between the ages of 4;6 and 4;11. At first glance, the results in Table 1 Table 1 ), thus showing a more intense effect from reduced exposure to Spanish, and from the stronger language.
But it is also possible that the children have learned the pragmatic value of subject pronouns and are using them as foci of contrast. An examination of some of the children's utterances in their larger discourse context indicates that although there are some contexts that support a clear contrastive interpretation with an overt pronoun, there are also many that do not, as in (17b) (17) end of the siblings' sixth year of life. Here, I focus only on the last age period studied. In English, no differences are observed between the bilingual siblings and English-speaking monolingual children. In Spanish, more complex tenses pose difficulties to the children.
Let us consider the hierarchy of complexity for verb tenses in Table 2 . Most of the simple indicative mood tenses were not problematic for the siblings.
They were able to talk about the present, the past and the future with little difficulties. But the less frequent and more complex tenses that refer to nonexperienced and hypothetical situations were either unstable or not acquired. By the end of the first six years, Nico had reached command of the tenses in the first two levels of complexity. blank indicates that the form is not part of the verb system underlying the speaker's spontaneous use of spoken Spanish; an asterisk "*" is used to indicate that a closed list of stative verbs appears with imperfect morphology in preteriteperfective contexts; the at sign "@" signals that a speaker has used a number of preterites instead of imperfects; "0" signals that the form has failed to occur in a high number of obligatory contexts and appears to be non-productive.
G2 refers to immigrant generation 2 and G3 to generation 3. The information in this Table 3 . Spanish TMA usage compared across bilinguals and a (near) monolingual child (5;0-5;11), and two bilingual adults. Of great interest is the comparison of the children with the two adults in Table 3 .
Clearly, when bilingual US-born children start kindergarten, they have not yet acquired the complete TMA system in Spanish. The speaker in generation 2 evidences a system similar to those of Nico and Mike; while Brennan's is closer to that of the speaker in generation 3. Reduction in exposure and use leads to losing, not learning, or weakening of the on-line command of the less frequent tenses.
Speaker A46 in Table 3 beyond this reduced system had they not received formal instruction in Spanish in a two-way bilingual school.
Conclusion
In societal bilingualism, the functionally restricted language evidences, among other phenomena, the simplification of some grammatical domains (e.g., Lipski 1993 , Silva-Corvalán 1994 Zentella 1997) . In this context, a recurring question is whether this stage of grammatical simplification is due to incomplete acquisition in the early years of a bilingual's life, or a result of processes of attrition or loss (Cuza 2010 , Montrul 2005 . Note that I have pointed out similarities between the developing bilingual siblings and adult heritage speakers in the preceding discussion.
Interestingly, the siblings' linguistic behavior in Spanish shows some similar language contact features with those of second and third generation adult bilinguals in Los Angeles, even though they had very rarely been exposed to the speech of these speakers. Compared to first generation immigrants, the siblings and adult heritage speakers who have not received formal education in Spanish have:
* an increased production of overt subject pronouns and preverbal subjects; * a reduced TMA system; * the preference for marking possession with a possessive adjective, as in English, rather than using an article and/or a clitic pronoun, as in Spanish, as illustrated in (26). Similarities between the siblings and adults are identified also in the domain of copula use. In previous work I showed that adult English-Spanish bilinguals in Los Angeles overuse estar in predicate adjectives, and so do the children, as example (11) illustrated.
The parallels identified between the siblings' linguistic behavior in Spanish and that of adult heritage speakers have two important implications: firstly, they suggest that some of the changes that have been identified across generations of bilinguals (e.g., by Gutiérrez 2003 , Lynch 1999 , Silva-Corvalán 1994 , Zentella 1997 ) develop naturally in the acquisition of the heritage language, seemingly regardless of the quality of the input; secondly, they imply that some aspects of the heritage language of adults are the outcome of an interrupted process of acquisition of this language between the ages of 3;0 and 5;0, when more intensive exposure to another language, English in our case, reduces exposure to the heritage language and diminishes the opportunities to use it.
But while it is certainly the case that the siblings' grammars showed similarities with those of heritage speakers by age 6;0, it is also the case that Nico and 
